The purpose of this study is to examine teachers' beliefs concerning the effects on students using mobile devices, and to determine whether these beliefs vary according to the demographic characteristics and Internet usage purposes. For this purpose, a demographic information questionnaire and the scale developed by Diker Coskun & Kizilkaya Cumaoglu (2013) (social, psychological, and learning dimensions). The most striking finding of the study is related to the learning dimension of the beliefs concerning mobile devices scale. In every Internet usage purpose examined within the study, it was determined that the teachers' beliefs concerning the "learning" dimension are always more positive than those that do not use the Internet for any given purpose.
INTRODUCTION
obile devices are among the most commonly used and observable technologies of the modern day. Examining the age group of mobile device users shows that almost the entire generation that is referred to as digital-native starts with children 3 years of age using mobile devices. The positive and negative effects of these devices on humans and particularly on children are within the field of interest of social sciences, as are those of all new technologies. On the other hand, the field of instructional technology focuses on the utilization of all emerging technologies for teaching purposes. Considering the matter from this perspective, it is possible to view mobile devices both as a form of instructional technology and as tools that affect student behaviors in social and psychological terms. Accordingly, the beliefs of teachers, who naturally have the highest opportunity to observe children at school, on mobile devices that are considered likely to affect children in social, psychological, and learning-related terms, gain importance. These beliefs do not only indicate how students are being affected by mobile devices, but also will form a reference to teachers' capacity to utilize this technology both within and outside of the classroom for teaching purposes. With this consideration, the present study focuses on teachers' beliefs concerning the effects of mobile devices on students and the relation of these beliefs with Internet usage frequency and purposes.
BACKGROUND
The two most important components of this study are teacher beliefs and the use of mobile devices by students in school and learning environments within the context of information and communications technology (ICT). Due to this reason, these two components were examined while forming the theoretical structure of the study.
Teachers Beliefs
Beliefs are implicit, unobservable, and complex in relation to what one knows and what one actually believes; both the labels and the definitions of teacher beliefs used in the literature are diverse and difficult to define. However, specific ideas from a substantive body of knowledge about teacher beliefs are evident to help us to understand and deal effectively with the complexity of beliefs (Prestridge, 2012) . It is known that teacher beliefs affect teachers' identities and teaching implementations (Clark & Peterson, 1986; Fang, 1996; Kagan, 1992; Kane, Sandretto, & Heath, 2002; Pajares, 1992; Prawat, 1992; Zeichner & Tabachnick, 1985 , as cited in Hermans et al, 2008) . For this purpose, the literature includes many scale-development studies intended to determine teacher beliefs. A portion of them are encountering the beliefs on the utilization and acceptance of instructional technologies (Lumpe & Champers, 2001; Brush, Glazewski & Hew, 2008) . Measuring and attempting to understand teacher beliefs will not only be useful in regulating teaching implementations, but will also help in forming teachers' education. Indeed, Fullan's (1982 , 1991 , 2000 theory of school change also emphasizes that the alteration of mindsets, such as pedagogical assumptions, values, and beliefs, is a key factor to any educational change effort (as cited in Papanastasiou & Angeli, 2008) .
One of the important aspects of educational change that takes place in the school is ICT integration into classroom environment. It was determined that belief is one of the seven factors that best explain teachers' predictive power concerning ICT integration processes (Kaya & Usluel, 2011) . As a matter of fact, teachers' beliefs being one of the most important factors related to the use of technology in the classroom is a point supported also by several studies (Blackwell et al., 2013; Chen, 2008; Drent & Meelissen, 2008) . Researchers have also reported that failed ICT integration attempts did not take teachers' beliefs, attitudes, and skills into consideration (Cuban, 2000; Becker & Ravitz, 1999; Bosch & Cardinale, 1993; Brush, 1998; Darling-Hammond, 1990; Ely, 1995; Hunt & Bohlin, 1995 , as cited in Papanastasiou & Angeli, 2008 . In this sense, teachers' beliefs concerning the effects of mobile device usage on social, psychological, and learning-related effects is important both in terms of ICT integration in classroom and in terms of the policies to be implemented in training teachers. Druin (2009) states that the children of the present generation, whom we refer to as I-children, can easily adapt to and manipulate all type of new technology and screen-based design. However, the educational needs, skills and interests of these "I-children", who have a high capacity to adapt themselves to new technologies, differ. Therefore, while it is essential to ensure that these needs are met and educational environments are regulated accordingly, the social and psychological effects of the new technologies must also be taken into consideration. Among these technologies, mobile devices are those that are most convenient to use in the classroom and in personal life. As a matter of fact, mobile devices seem to be capable of solving the dilemma between the classroom and the computer laboratory by enabling students to participate in both physical and virtual learning activities (Liu et al. 2003) . With the same perspective, Rossing, Miller, Cecil & Stamper (2012) define mobile learning as "the efficient and effective use of wireless and digital devices and technologies to enhance learners' individual outcomes during participation in learning activities."
Mobile Devices for Learning
There have been many studies on the probable effects of mobile devices in school and on learning, and their roles and effects within the teaching-learning process (Chen & Katz, 2009; Yang, 2012; Hoadley, 2009; Ching, Shuler, Lewis & Levine, 2009; Uzunboylu & Ozdamli, 2011; Cheon, Lee, Croocs & Song, 2012; Sung & Mayer, 2012) . Several studies have also reported that mobile learning positively contributes to student success (De-Marcos et al. 2010; Hwang, Wu & Ke, 2011; Şad & Akdağ, 2010) . It is considered that also the use of mobile devices outside the classroom is helpful for learning (Jacobijn Sandberg, Marinus Maris & Kaspar de Geus, 2011). Through mobile devices, students create their own learning network and carry out messaging and social network activities with their friends and teachers (Field, 2005) . In addition, it was observed that teachers positively utilize mobile devices concerning the writing skills of students with special educational needs (Swan, Hooft & Kratcoski, 2005) . Accordingly, it is possible to assert that students that have different educational needs may benefit from mobile devices through various means.
The use of mobile devices, which are considered to contribute to learning and their integration in the classroom, in a sense depends on teachers' beliefs on this matter. Therefore, knowing teachers' beliefs and examining the variables that affect these beliefs would have an impact on the use of these technologies in the classroom for learning purposes. In addition, the fact that these opinions are the outputs of some observations may also be used as a reference to determine the extent with which students are actually affected by these devices.
To examine the teacher' beliefs towards the use of mobile devices by students in Turkey, this study surveyed 200 elementary school teachers in using a revised scale formerly developed by Diker Coşkun & Kızılkaya Cumaoğlu (2013) .
RESEARCH QUESTIONS:

1)
According to the teachers' beliefs, how students using mobile devices are affected in social, psychological, and learning-related terms? 2) Do teachers' beliefs concerning students' use of mobile devices vary according to the teachers' age, gender, or the type of organization they work in? 3) Do teachers' beliefs concerning students using of mobile devices vary on the basis of the teachers' Internet usage purpose?
METHOD
A descriptive research method was employed in the present study. For this purpose, data were collected through the survey model and by means of the "Teachers' beliefs concerning mobile devices scale".
Study Group
The study group consisted of 200 teachers serving primary schools in Turkey's largest metropolis, Istanbul. Teachers of different branches (IT, mathematics, classroom teaching, social sciences, etc...) were selected from a total of six different schools with three private and three public schools. In the selection of the schools, being representative of the country-average in terms of socio-economics and student success, and having "visible" mobile device usage were determined as the criteria. 
Instruments
Within the scope of the study the scale that was developed by Diker, Kizilkaya & Cumaoglu (2013) to measure teachers' beliefs concerning the effects of using mobile devices on students, was revised and utilized. The validity and reliability study of the scale is presented below. Furthermore, a questionnaire was used in order to determine the participating teachers' demographic data such as their gender, age, and type of school they attend to.
Scale of Teachers' Beliefs Concerning Mobile Devices
Scientific studies have proven that new technologies, and particularly mobile technologies with such personal and frequent use, affect human behaviors in social and psychological terms (Bianchi & Philips, 2005; Takaho, Takahashi & Kitamura, 2009; Kamibeppu & Sugiura, 2005; Beranuy, Oberst, Carbonell & Chamarro, 2009; Thomée, Härenstam & Hagberg, 2011; Yen, Tang, Yen, Lin, Huang, Liu & Ko, 2009) . Accordingly, when it is planned to develop a scale in order to examine teachers' beliefs concerning mobile devices, social and psychological aspects should also be taken into consideration. When students are in question, then these effects In total, the scale has three dimensions (with a total of 15 items). These include: social effects (9 items), psychological effects (3 items), and learning-related effects (3 items).
In order to express the agreement level (agreeing or disagreeing with a particular opinion) concerning the 15 items included in the scale, a 5-point Likert-type measuring system was used. This rating system was arranged with the choices of "Strongly Disagree (5), Disagree (4), Undecided (3), Agree (2), and Strongly Agree (1)". In the evaluation of the scores attained from the scale, reverse scoring was made from positive answers to negative ones. This is because the items of the scale are of a nature that indicates negative effects. In other words, higher total scores attained from the scale indicate more positive beliefs concerning the use of mobile devices. The items of the scale are designed to explore the negative effects of mobile device usage, except for one item. Teachers that stated their agreement with such items were evaluated to have negative beliefs on the matter. Thus, it was ensured that when the scoring system of the scale is inverted, higher scores indicate positive beliefs.
Validity Study
For face and scope validity, the 28-item scale was submitted to the review of four experts, including one from the field of Psychological Counseling and Guidance, one from the field of assessment and evaluation, and one from the field of Computer Teaching Technologies Education. The items were rearranged on the basis of the feedback received from the experts concerning language, expression and scope validity. Validity and reliability studies of the scale development process were carried out with 28 items.
In the determination of the items to be included in the scale during the performance of the Exploratory Factor Analysis, it was ensured that the eigenvalues of factors are 1, item factor loads are at least 0.30 and, that there is at least a 0.10 difference between factors for items included in the two factors. The fitness of the item-factor structure obtained from the Exploratory Factor Analysis to the model was tested through the performance of a Confirmatory Factor Analysis.
Exploratory Factor Analysis (EFA) (principal components analysis): In the Exploratory Factor Analysis (EFA), conducted to examine the structural validity of the scale, at first the correlation matrix between all items was examined to see whether there are significant correlations, and it was observed that there are significant relations that enable the performance of factor analysis. Afterwards, Kaiser-Meyer-Olkin (KMO) and Bartlett Sphericity tests were conducted. A KMO rate higher than 0.60 and the p value in the Bartlett test being lower than 0.01 indicate that the dataset is fit for principal components analysis (Buyukozturk, 2002) . In our study, the KMO value 0.871 and the Bartlett test was determined to be significant (p<0.01).
Twelve items in the scale were excluded from the scope of the scale due to having low factor loads (<0.30) and being unfit for the dimension to be measured. Another item was also excluded from the scale in line with the experts' opinions, since it exhibited high loads under two different factors and being unfit for the factor that is intended to measure a certain aspect. In cases where the difference between cross items that significantly contribute to the scope validity of sub-dimensions was less than 0.20, the items fitting the sub-dimension were preferred (Plotinkoff, 1994) . The scale was once again subjected to factor analysis in the form of 15 items, and its components matrix rotated through Varimax method are presented in Table 2 . The final form of the scale includes 15 items.
According to the results of the analysis, Table 2 presents nine items related to the "social effects" factor that measures the social aspect of the scale, and the factor load values of these items varied between the 0.792 and 0.550. There were three items in related to the "psychological effects" factor, the load values of which varied between 0.747 and 0.648. The third factor, "learning-related effects" also consisted of three items and their factor load values were between 0.754 and 0.685. As a result, the total variance explained by these three factors was 54.54.
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Confirmatory Factor Analysis
In order to test the model obtained from the exploratory factor analysis (EFA), a Confirmatory Factor Analysis was carried out. This analysis was conducted on the sample on which the EFA was previously conducted with the use of the 15-item scale (N=200). The findings obtained as a consequence of the confirmatory factor analysis conducted on the established model are presented in Table 3 . The χ 2 /df value was (180.93/ 87= 2.09) and it was determined that the results of the CFA exhibit an acceptable fit. [SRMR= 0.061, AGFI=0.85, RMSEA=0.073, IFI=0.91] . RMSEA values, on the other hand, vary between 0 and 1. The closer these values are to 0, the better fit they exhibit. The rate χ2/df is an indication of a good fit and if it is lower than 2, it indicates a perfect fit (Jöreskog & Sörbom, 1993; Kline, 2005) . For cases where the sample size matters, it is more appropriate to use IFI instead of indexes such as CFI (Bolen, 1990) . Due to this reason, while examining fitness values, the IFI value was reported. The range of indices suitable for confirmatory factor analysis is presented in Table 3 . 
Reliability Study
In order to determine the reliability of the study, Cronbach's alpha (α) reliability coefficient was calculated. The Cronbach alpha (α) reliability coefficient of the scale applied to 200 teachers was determined to be 0.89. This value indicates that the scale is highly reliable (Nunnally, 1978; As cited in Gadermann, Guhn & Zumbo, 2012) . The reliability coefficients pertaining to the sub-dimensions are presented in Table 4 . The fact that the Cronbach's alpha values of the sub-dimensions are lower than the total Cronbach alpha value of the scale may be explained with a few items in the sub-dimensions. An examination of Table 4 shows that the correlation between the factors varied within the range of 0.781 and 0.398, and that there was a statistically significant relationship between them (p<0.05). These findings establish that there is consistency between the factors of the scale and that their correlation is high.
FINDINGS RQ1:
According to teachers' beliefs, how are students use of mobile devices affected in social, psychological, and learning-related terms?
The 15-item scale consisting of three sub-dimensions (social, psychological and learning) was utilized to measure teachers' beliefs. The points attained from the social effects dimension were between 5 and 45. The average score the teachers was 20.6. From this average, it is possible to assert that the teachers believe that mobile devices moderately affect students in social terms. The scores attained from the psychological effect dimension of the scale varied between 3 and 15 points with an average of 6.24. As for the scores attained from the learning dimension, they once again varied between 3 and 15 points, with an average of 8.06. Examining the average scores pertaining to psychological effects and learning-related effects, it can be seen that teachers' beliefs concerning the learning-related effects is more positive. Table 6 presents the average scores teachers of different age groups attained from the scale. In order to determine the significant differences between these points, a single-factor (one-way) ANOVA analysis was carried out. Tukey's post-hoc test was conducted to determine which age group mean significantly differed from the others. According to the results of Tukey's test, teachers included in the 46-55 age group expressed less positive beliefs in comparison with those included in the 20-25, 26-35, and 36-45 age groups. While this difference was statistically significant under the social effect sub-dimension, no statistical significance could be found under the subdimensions of learning-related and psychological effects. In order to determine whether the type of organization the teachers work in affects the scores they attained from the scale, the data were subjected to a t-test. According to the results presented in Table 10 , the teachers working in public schools and those that work in private schools have no statistically significant differences in terms of their beliefs concerning mobile device use. RQ3: Do teachers' beliefs concerning students' use of mobile devices vary on the basis of the teachers' Internet usage purpose?
In the testing of this research question, the t-test for independent samples and one-way ANOVA analysis were used. The analyses were applied separately to the sub-dimensions of the scale.
In the questionnaire applied to teachers, the participants were provided with six options concerning their purposes for using the Internet. These included: communicating with friends and relatives, reading e-mails and using social networking sites (Facebook, Twitter, etc…) Browsing web sites aligned with my interests, reading news, chatting, professional development, using the E-school system, watching shows/movies, personal development, using E-state applications, and shopping.
a.
Communicating with friends A statistically significant difference was determined between the teachers that use the Internet to communicate with their friends and those that do not use the Internet for that purpose, in terms of the scores they attained from the social and learning-related sub-dimensions and their total scores from the whole scale. The teachers that use the Internet to communicate have more positive beliefs in the social (N=138, = 21.42), and learning (N=138, = 8.32) dimensions of the scale and in the total scale points (N=138, = 36.13), in comparison to those that do not use the Internet with that purpose. A statistically significant difference was also found in the mobile devices-related beliefs of the teachers that use the Internet to follow social media, and those that do not use the social media. This difference was significant in the learning dimension. Examining the average scores shows that the teachers using the social media (N=135, .= 8.36) have more positive beliefs than those that do not use social media in the learning dimension of the scale (N=135, .= 7.43). c.
Visiting web sites
It was determined that the teachers visiting websites related to their interests (N=157, = 8,24) had more positive beliefs in relation with the learning dimension of the scale, in comparison to the teachers that did not use the Internet to visit web sites related to their interests. e. Personal development
The teachers using the Internet for personal development purposes (N= 123) attained higher points than those that did not use the Internet for that purpose (N= 77) in the learning dimension of the scale. According to this result, it is possible to assert that the teachers consulting the Internet for personal development have more positive beliefs concerning the use of mobile devices. Teachers that utilize the Internet for shopping (N= 88) attained higher points from the learning dimension of the scale ( = 8.58) than the teachers that did not state they used the Internet for shopping. According to this result, it is possible to state that the teachers that did not use the Internet for shopping have more negative beliefs concerning the effect of mobile device usage on learning ( = 7.65). Internet usage purposes. For this reason a demographic information questionnaire and the scale developed by Diker Coskun & Kizilkaya Cumaoglu (2013) were revised and utilized. According to the results of the first problem of the study, teachers believe that students are affected by mobile devices on all three dimensions of the scale (social, psychological, and learning dimensions). This belief of teachers may affect the extent with which they integrate mobile devices to their teaching both in and out of the classroom. Indeed, the finding that teachers' beliefs directly affect ICT integration in teaching-learning processes is supported by several studies (Papanastasiou & Angeli, 2008; Prestridge, 2012; Higgins, & Moseley, 2001) . From this perspective teacher beliefs concerning ICT use and its effects may be a reference to teachers' beliefs concerning mobile devices. Considering the possibility of using these devices in terms of mobile learning or to support technology in class, such beliefs of teachers may constitute an obstacle in utilizing them. Therefore, taking measures that would make teachers have more positive beliefs about mobile devices may be useful.
The study determined that the teachers' beliefs concerning mobile devices change significantly according to teachers' ages. Older teachers had more negative beliefs, particularly concerning the social effects of mobile devices. However, concerning mobile devices' psychological effects and effects on learning, no statistically significant difference could be found between teachers of different age groups. While some of the studies conducted on ICT integration reported age as a significant variable (Alazam, Bakar, Hamzah & Asmiran, 2012) , others (Mahdi & Al-Dera, 2013) reported that teachers' use of ICT does not differ according to their age. Considering the fact that teachers' beliefs, particularly in the learning dimension, would affect their use of this technology for learning purposes, the finding that the age variable does not change belief may be considered as a positive point. In addition, according to the results of the study, teachers' beliefs do not differ according to the type of organization (public or private) in which they work. While evaluating this finding, it should be taken into consideration that private school teachers utilize technology more frequently and more effectively in comparison with public school teachers. Similarly, teachers' beliefs did not differ in terms of gender. While the studies conducted on the use of technologies in the teaching environment generally seem to be in favor of male teachers (Jamieson-Proctor, Burnett, Finger & Watson, G. (2006); Volman & van Eck (2001) ) the fact that no significant difference could be found in these beliefs is worth further examination.
Scientific studies concerning the variables with which teachers' mobile device-related beliefs interact and how these beliefs affect learning are not common. The present study, it was determined that the differences in teachers' purposes for using Internet are related to their beliefs concerning mobile devices. Within the scope of the study, six separate purposes for using the Internet were addressed (communication with friends, using social media sites, visiting web sites, chatting, personal development and shopping). The most striking finding of the study is related with the learning dimension of the beliefs concerning mobile devices scale. In every purpose for using the Internet that was examined within the study, it was determined that the teachers' beliefs concerning the "learning" dimension are always more positive than those that do not use the Internet for any given purpose. This may be explained through several different variables, but one of the most plausible explanation is that since connecting to the Internet through mobile devices is quite common nowadays, teachers' beliefs concerning these devices may become more positive as they continue to use them. Naturally, the fact that this difference manifests itself more clearly in the "learning" dimension may indicate that teachers are more concerned with the effects of mobile devices on learning, in comparison with the other dimensions. According to the results of the study, the only significant difference found in the social dimension was between the teachers that use the Internet to communicate with their friends and relatives, and those that do not use the Internet for this purpose. The unfolding of a difference under the "social" dimension in terms of the sole purpose of using the Internet for communication appears to be a matter that is worth further examination. Since the teachers that use the Internet for this purpose establish communication in the virtual environment themselves, they may have arrived at the conclusion that the virtual environment and therefore mobile devices would not negatively affect students. It was determined that the most positive beliefs concerning mobile devices were those of the teachers that use the Internet for chatting. However, examining this finding also requires attention to the fact that this was the least popular purpose for using the Internet among teachers. The pattern that emerges with this finding is of the quality of being the subject of educational researches concerning mobile devices. In conclusion, the findings of the current study determined that teachers' beliefs concerning mobile devices may be related to the purposes for which they use the Internet.
